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ABSTRACT OF DISSERTATION

VIRTUAL COACHING IN GUATEMALA: CAN IT BE EFFECTIVE FOR
CHANGING TARGETED TEACHER BEHAVIORS?
The education system in Guatemala struggles to meet the needs of students with
disabilities. There are often not enough trained special educators to meet the demand. In
addition, general educators are often not trained to adequately meet diverse needs in their
classrooms. Thus, schools are often unable to fully meet the needs of students with
disabilities. This study sought to identify a method by which teachers could be virtually
trained on a teacher behavior (i.e., specific praise) that could help meet diverse student
needs. A multiple probe design across participants was used to determine if virtual
training could be effective in training teachers to use new teacher behaviors. The results
of the study are discussed, along with implications for future research.
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Chapter One
Introduction and Literature Review
Brief History of Guatemala
Guatemala’s recent history is replete with civil war and strife. Multiple military
regimes have led the country, exacerbating problems of poverty, inequality, and injustice
among indigenous Maya. The 1944 October Revolution led to the first democratic
election in 1945. These events seemed to be the turning point for creating a democratic
Guatemala that would be sympathetic to the Maya (Schlessinger & Kinzer, 2005, p. 33).
Unfortunately, this new democracy did not last long. In less than a decade, the United
States felt it had sufficient evidence to suggest that the new democratic leadership was
communist. Thus, the U.S. led an operation to end the presidency of democratic president,
Jacobo Arbenz (Schlessinger & Kinzer, p. 170). This invasion by the United States
resulted in the end of democracy and created an atmosphere of instability for decades.
Poppema (2009) noted that the civil war, resulting from the U.S. invasion, was the
longest and bloodiest civil war in a Latin American country in the 20th century, resulting
in the annihilation of thousands of Maya. Not until the Peace Accords in 1996 did the
ideas of equality and justice for the Maya enter the public arena again (Grandin, 2004, p.
xiv). Despite the ratification of the Peace Accords, Guatemala continues to struggle with
issues of equality and justice for all its peoples (Manz, 2005, p. 3).
As a result of its history, becoming a developed country remains a challenge for
Guatemala. The United Nations Children’s Fund (UNICEF, 2008) estimated that more
than 50% of Guatemalans live in poverty, with approximately 17% living in extreme
poverty. Conditions in rural Guatemala and among indigenous Maya are considered to be
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worse than in other areas or with other groups of people. Of those living in poverty, it is
estimated that 50% of children under the age of 18 are in this category. This percentage
increases to nearly 80% among children in rural areas or from indigenous groups. The
lack of adequate healthcare and nutrition assists in creating further deteriorated
conditions for children and challenging efforts to become a developed nation.
Education
With Guatemala’s tumultuous history, high rates of poverty, inadequate
healthcare, and poor nutrition plaguing the nation, it is no surprise that the education
system suffers as well. While the 1996 Peace Accords include provisions for creating
high quality opportunities to access education for all students in a non-discriminatory and
inclusive fashion (Poppema, 2009), it is estimated that only 60% of students who start
first grade complete sixth grade. Of those who complete sixth grade, only 39% complete
it at the appropriate age (UNICEF, 2008). UNICEF has suggested that high rates of child
labor contribute to this problem. Children who are indigenous or live in rural areas are
often required to work to meet the needs of the household; thus, regular school
attendance is interrupted. In addition to poor attendance rates, the education system is
further plagued by a shortage of trained teachers, inadequate buildings and materials, and
inadequate access to school due to the long distances students sometimes have to travel
(Coleman, Duy, Freeland, Kane-West, & McCloskey, 2004).
Special Education
As can be expected, with a country wrestling with humanitarian issues, such as
poverty, healthcare, poor nutrition, and access to school for all children, servicing
children with disabilities is not yet adequately addressed, even though this was a
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provision in the Peace Accords over a decade ago. While in 1998, the government
addressed the immediate necessity to develop special education programs (Rodriquez,
Espinosa de Gaítan, & Luterbach, 2008), limited literature in English is available to
verify the existence of special education programs in Guatemala’s public schools. It is
also difficult to find research being conducted related to the quality of available programs.
The Guatemalan government made a point of specifically stating that children
with disabilities have the fundamental right to education in their legislative framework on
education in the Special Education Act for persons with special capacities (Amadio,
2009). In fact, the Guatemalan Ministry of Education articulated concern for children
with special needs in 2001 by reissuing statements noting the need for equal access to
public school for children with disabilities and the need for schools to provide services
(Rodriquez et al., 2008). The Guatemalan government passed legislation in 2001 to
define learning disabilities, similar to the United States’ definition in the Individuals with
Disabilities Education Act (IDEA; Jiménez & García de la Cadena, 2007). Despite this
legislation, it is estimated that only 5–14% of students with disabilities are being serviced
in either public or private schools. To put this into perspective, of the population of
school age children diagnosed with disabilities, up to 95% of these children are not being
educated in a school setting (Rodriquez et al., 2008). This does not include the number of
children who may have disabilities but are not diagnosed. The Mayan Hope Special
Education School reports on its website that only about 10% of children with disabilities
are enrolled in school, while very few programs exist for secondary students (“Mayan
Hope,” n.d.). The Latin American region, as a whole, has recognized the challenge faced
in providing quality education for all students, even though governments have articulated
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the goal for inclusive education for students with disabilities (Amadio). Thus, the
problem of providing quality education to students with disabilities is not isolated in
Guatemala, but is a regional issue being addressed across settings. Amadio stated,
however, that one problem in Guatemala, in particular, is the apparent absence of clearly
stated policies related to inclusive education.
The Guatemalan Ministry of Education reported that, in 2006, 123,486 teachers
were employed nationwide by the public school system. Of the public school teachers,
165 were special education teachers (Rodriguez et al., 2008). In other words, less than
1% of the nation’s teachers are certified in special education; thus, a two-fold problem
exists for meeting the needs of children with disabilities in Guatemala. First, not all
children with disabilities have access to school. Second, there are not enough trained
teachers to meet the educational needs of children with disabilities in the public school
system.
Inclusion
USAID has defined inclusive education as provision of equal access to
educational services and placement in grade levels by chronological age. The definition
further explains the advantage for children without disabilities to understand them and
learn how to interact with those who have disabilities in order to counteract the cultural
stigma. Children with disabilities can learn from the models children without disabilities
provide as well. The difficulty lies in the slow nature of development and implementation
of programs in public schools for children with disabilities. With such a low percentage
of special education teachers in the country, it is difficult to provide inclusive settings for
students due to the lack of training general education teachers have in special education.
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In fact, Vaillant (2011) noted that only 64% of primary school teachers in Guatemala are
adequately prepared to teach in the primary classroom, not to mention the lack of
preparation for addressing the diverse needs of students. Vaillant further contended that
teachers require training in skills for successful inclusion at the pre-service level rather
than specific special education training.
A search on the Internet revealed several private organizations that are providing
services to students with disabilities; however, limited literature was found on widespread
services being provided in the public schools. “Mayan Hope” lists on its website that, due
to their work in “one of the poorest and most isolated areas of Guatemala,” they are the
only school servicing students with learning disabilities and physical disabilities in the
region, thus providing further evidence of the lack of public school services for students
with disabilities in the country. Couch, Goetz, and Baud (1991) stated that special
education was started in the private sector and charitable organizations, but, as the
government becomes more involved, the responsibility is being shared among the
government and these private entities. One example of the government working toward
improved services for students with disabilities is the Ministry of Education’s request that
universities work to develop programs to train special education teachers (Rodriquez et
al., 2008). Rodriquez et al. identified three universities in Guatemala that had special
education programs as of 2008, with one of those universities providing specialization in
learning disabilities, special education, and auditory disabilities.
While training more special education teachers for meeting the needs of students
with disabilities is vital, training for general education teachers to meet the needs of
students with disabilities in their classroom is a necessity as well. Even with larger
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numbers of special education teachers, it is highly likely that general education teachers
will have students with disabilities in their classrooms for all or part of the school day. It
is imperative that teachers know how to plan instruction to meet the needs of all students
in their classrooms, including those with disabilities. Vaillant (2011) contended that
training for inclusive education should start at the pre-service level and move into the
arena of professional development for in-service teachers. Vaillant added that
professional development must be relevant to the settings in which teachers work and
follow-up monitoring must be included for teachers at the classroom-level in order for
appropriate fluency in the use of new skills to be developed. Unfortunately, students with
disabilities have been placed in general education schools but without structural or
curricular changes or changes in school culture or teacher pedagogy (Vaillant).
Effective Teaching Behaviors
Brophy and Good (1986) reviewed the literature on the effects of teacher
behaviors on student achievement. Their reviews revealed multiple teacher behaviors that
maximize student achievement. These include, but are not limited to, (a) the quantity of
concepts taught in one lesson, (b) pacing of instruction, (c) opportunity to learn (i.e.,
amount of concepts covered, length of school day, length of school year), (d) emphasized
academic instruction, time allocation, (e) classroom management, (f) student engaged
time, and (g) academic learning time. In addition, Rosenshine and Stevens (1986)
examined several studies of general education classrooms to identify the teaching
behaviors (called teaching functions by these authors) that increase achievement. For
example, they found aspects of instruction (i.e., daily review, presentation, guided
practice, corrections, feedback, independent practice, and weekly/monthly reviews) and
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aspects of clear presentations (i.e., clear goals and main points, step-by-step presentations,
specific and concrete procedures, and checking for understanding) to directly influence
student achievement. The use of effective teaching behaviors creates classrooms with
high levels of learning; thus, it is the researcher’s view that training in these behaviors
forms a foundation from which effective classrooms can be established for increased
achievement for all students, including those with disabilities. Training general education
teachers in these behaviors can build a foundation for improved inclusive classrooms.
Pilot Study Results
The researcher chose 21 of the effective teacher behaviors identified by Brophy
and Good (1986) and Rosenshine and Stevens (1986) to include on a survey as part of an
exploratory study to teachers in Guatemala City. Three schools in Guatemala City
participated in this study. Data from two schools included only general education
teachers while a third school’s data included only special education teachers. The survey
sought to identify which behaviors teachers valued highly and used frequently. Examples
of behaviors listed on the survey included (a) modeling correct responses, (b) providing
opportunities to respond, (c) using student performance to guide instruction, (d) posting
classroom rules, and (e) having established consequences. Seventy-five percent or fewer
of teachers rated 11 of these behaviors as very important. Further, the researcher
conducted classroom observations using a teacher performance measure (TPM)
developed by Stenhoff, Davey, Slocum, Lignugaris/Kraft, and Salzberg (2004). Nineteen
of the identified teacher behaviors on the survey are part of the TPM observation
instrument. The final two behaviors on the survey are included in the TPM interview
protocol. The TPM is meant to include both a classroom observation and a post-
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observation interview with the classroom teacher. Due to time constraints, the
exploratory study did not include interviews with teachers who were observed. The TPM
also cites research to operationally define the behaviors. The results of the study indicated
that, overall, many of the identified effective teacher behaviors were not implemented at
high rates of frequency or with high levels of accuracy; nor were they rated as highly
important or reported to be used with high rates of frequency. In many cases, classroom
observations confirmed survey responses as described in the following section.
Opportunities to respond. Rosenshine and Stevens (1986) found that effective
instruction includes high rates of questioning to which students are expected to respond at
high frequencies. High rates of opportunities to respond can be accomplished through
choral responding in which all students respond together, either verbally or in written
form, to the same question or through individual responding. Stenhoff et al. (2004)
defined an opportunity to respond as each occasion in which a teacher poses an academic
question or somehow prompts students to respond in an academic manner. An
appropriate amount of opportunities to respond is four or more opportunities per minute,
according to the TPM. The results of classroom observations during the exploratory study
indicated a rate of 1.6 opportunities to respond per minute. Only 62% of teachers rated
this behavior as highly important on the survey while 54% of teachers reported providing
frequent opportunities to respond.
Praise. Brophy and Good (1986) noted that the quality of praise is more
important than quantity. Data from the exploratory study indicated that teachers in the
study used praise infrequently and with poor quality. Consistent with Brophy and Good’s
definition, the TPM defines praise as (a) contingent (delivered following a correct
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response, academically or behaviorally), (b) specific to behavior (descriptive – state
exactly what is acceptable about the response or behavior), (c) varied (provided both for
academic and behavioral responding), (d) non-disruptive (does not interfere with the
student’s performance of expected behavior or produce an undesired behavior), (e) given
with sincerity (evidenced by tone of voice and context in which praise is given), and (f)
appropriately distributed (across most students). In the classrooms observed, the average
rate was praise was 1.2 praise statements per minute. The survey showed only 66% of
teachers rating the use of frequent praise as important and 57% of teachers rated the use
of frequent praise. According to the TPM, an appropriate rate of providing praise is four
or more praise statements per minute.
Circulating around the room. Rosenshine and Stevens (1986) described the
importance of monitoring students during seatwork by circulating among students to
provide feedback and ask questions. Stenhoff et al. (2004) defined the behavior “active
monitoring during independent practice” as actively monitoring students by directly
contacting students and monitoring their performance during independent practice while
emphasizing that most students should be contacted throughout the course of independent
practice. The highest score (3) on the TPM is earned when the teacher actively monitors
100% of students with a rate of contact with two or more students per min. Teacher
reports on the survey showed only 74% of teachers valued circulating around the room
while 75% of them reported using this behavior frequently. The data from classroom
observations during the exploratory study indicated that teachers do not often circulate
around the room during active instruction or during independent practice. In fact, during
whole group instruction, the majority of teachers stood in one place in front of the room,
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except in the case of small class sizes; in those cases, teachers sat at a desk with students
sitting in desks around them.
Coaching and Training
Coaching has become a more widely used professional activity, especially when
coupled with more traditional trainings. Coaching has become one method for closing the
gap between professional development trainings and classroom practice. Isolated
professional development trainings with no follow up services are less effective than
professional development coupled with some type of follow up. Guskey and Yoon (2009)
conducted a synthesis of professional development research and found that trainings
coupled with follow up were more effective than trainings alone. Coaching has been
found to serve as an effective means for providing follow up services. Denton and
Hasbrouck (2009) stated that matching the needs of teachers to trainings plus on-the-job
coaching can provide teachers with the more effective professional training than training
alone. Coaches then become the bridge between newly formed knowledge gained in
training and proficient practice. There are several types of coaches, depending on the
needs of the schools and individual teachers. Technical coaching is one type (Denton &
Hasbrouck, 2009), which provides support to help teachers improve their skill-sets and
help to ensure accuracy in using those new skills.
Coaching is a complex skill that requires careful thought and planning. Knight
(2011) recommended that coaches approach the coaching relationship as a partnership for
collaboration. Coaches must be careful not to take an approach that isolates them from
the teachers for whom they are coaching by taking a top-down approach. Knight offered
seven principles for building a coaching partnership: (a) equality, (b) choice, (c) voice,
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(d) reflection, (e) dialogue, (f) praxis, and (g) reciprocity (p. 18-21). Equality refers to
communicating respect to the teacher and ensuring the sharing of ideas and decisionmaking. It is important for the coach to allow teachers to make choices for what works
best in their classrooms. While coaches will make suggestions for improvements,
teachers should be the final decision-makers in which suggestions are implemented in
their classrooms. Coaches should build a relationship with teachers, which is open and
candid to allow teachers to openly share their enthusiasm and concern and to allow
teachers to have a voice in the coaching relationship. Reflection allows teachers to
examine their classroom practices and better learn about ways to improve. Coaches who
allow reflection further create a collaborative relationship, which is more likely to be
effective. Coaches are encouraged to allow for discussion rather than lecture with
teachers whom they coach. In the course of discussion, the teacher may come up with an
idea that is better suited to meeting the classroom needs than what the coach would
suggest; coaches should be open to this type of idea sharing. Coaches must allow teachers
to apply new knowledge and skills by allowing them to make the decisions on how this
new knowledge will be applied in the classroom, which will allow praxis to become a
part of the coaching relationship. Finally, the coach should have the philosophy that
everyone is a learner and a teacher and allow for the ebb and flow of ideas during
coaching sessions. The coach should also serve as an encouragement and guide for
teachers to try new skills in their classrooms.
Shidler (2009) studied the coaching time necessary for developing teacher
efficacy. Findings indicated that a focused approach to coaching was most effective
versus a specific amount of time. Modeling techniques and instructional practices,
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observing the teacher, and consulting with the teacher when students are not present were
all effective activities in which coaches engaged and experienced increased efficacy in
the teachers they coached.
Traditionally, coaching occurs with the coach positioning himself or herself
physically in the teacher’s classroom; however, technology has made it easier to coach
virtually, reducing costs related to time and travel. Rock, Zigmond, Gregg, and Gable
(2011) described a case study in which bug-in-ear (BIE) technology was used to coach a
teacher remotely. Coaching occurred in much the same way as face-to-face coaching via
the use of a webcam and BIE headsets. The virtual coach, like the face-to-face coach “is a
supportive companion who inspires and builds up teachers” (Rock et al., p. 44). These
authors suggested four skills for virtual coaches to develop: (a) learn when to be explicit
with directions and when to allow a teacher to determine independently on what changes
should be made, (b) set and evaluate goals together, (c) personalize feedback, and (d) stay
positive (p. 45-46). The researchers in this study conducted 10 virtual coaching sessions
across 5 weeks. Each session lasted between 30-60 minutes. The focus of coaching was
to improve the teacher’s instructional effectiveness for teaching writing. Results indicated
that the teacher’s effectiveness improved as a result of virtual coaching, and students’
achievement in the writing objectives increased.
Technology
Distance education technologies can serve as a means for supporting pre-service
teachers in their fieldwork experiences and in their first years of teaching. Mentoring can
serve as a powerful tool in helping both pre-service and in-service teachers gain skills for
improved teaching. Kretlow and Bartholomew (2010) cited several works in which
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teachers implemented teaching strategies with higher fidelity when receiving coaching
from an expert, such as a university supervisor or highly skilled colleague. In addition,
mentoring can help bridge the gap between what teachers learn in professional
development and implementation in their classrooms.
Dempsey, Arthur-Kelly, and Carty (2009) described technologies available for
online mentoring. The simplest form of online mentoring is e-mail communication in
which the mentor and mentee send messages back and forth to one another. Other modes
of online mentoring include threaded forums, chat rooms, or components of course
management systems, such as Blackboard. In addition, video-based online
communication, such as SkypeTM (a free Internet-based telephone system), allows for
face-to-face meetings with the mentor and mentee participating from separate locations.
As with distance education courses, mentoring can occur synchronously or
asynchronously. Also, mentoring formats can occur in one-on-one situations or in small
groups.
Many technology options exist for distance education courses and mentoring,
whether this includes pre-service teachers in field placements (supervision) or for inservice teachers to have the support they need to be successful. Billingsley, Israel, and
Smith (2011) described online resources and Web 2.0 technologies that are available for
supporting pre-service and in-service teachers. Four Web 2.0 tools lend themselves to
virtual coaching or supervision. Web conferencing via SkypeTM or iChat, for example,
provides opportunities for university supervisors or mentors to virtually observe teachers.
Virtual wireless headphones allow for supervisors and mentors to provide immediate
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feedback to their supervisees and mentees. Finally, online communities of practice (CoP)
allow for teachers to engage in discussion boards to address issues related to their jobs.
In a study using BIE technology, Rock et al. (2009) used the Internet to deliver
feedback from a remote location. In this case, the supervisor used SkypeTM, a webcam,
and earpieces. The supervisor observed the pre-service teacher via SkypeTM with the
webcam and provided feedback through an earpiece worn by both the supervisor and preservice teacher. In this study, the supervisor used the video recording feature of SkypeTM
for later data collection and analysis. In addition, Scheeler, McKinnon, and Stout (2012)
expanded upon previous research in using SkypeTM loaded on a camera-ready laptop with
a BluetoothTM earpiece. For this study, the researchers did not capture video recordings.
They used the webcam for observation of the pre-service teacher only; unlike the Rock et
al. study, no students were in sight of the webcam. As in previous studies, Scheeler et al.
(2012) used SkypeTM with the webcam and earpiece to provide feedback to pre-service
teachers from a remote location. In all BIE studies, supervisors provided immediate
feedback to teachers, which allows for more immediate acquisition of skills because time
between observations and feedback is minimized. These studies identified positive
outcomes for mentoring teachers using BIE technology. In addition, each study identified
a functional relationship between the independent variable (i.e., coaching in a particular
teaching behavior) and the varied dependent variables (e.g., rate and delivery of learn
units/TTC trials, changes in classroom climate, correct responding). Falconer and
Lignugaris-Kraft (2002) analyzed the use of two-way conferencing technology for remote
supervision of pre-service teachers. In this study, supervisors observed pre-service
teachers delivering instruction using Direct Instruction methodology. Results indicated
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positive results for the use of technology for virtual supervision. The qualitative data
showed benefits for coaching specific skills in which teachers needed further training and
the ability to communicate more frequently with teachers because the challenges related
to distance were overcome.
Koch (2007) described online training for rural special education teachers in
social skills training. Koch provided this training for special educators who were
completing their teaching credential. The training used online technology (platform used
was unspecified) for classes with some teachers accessing the class in real-time and
others accessing the class asynchronously via course archives. The course technology
package included e-mail and chat as a means for students to ask the instructor questions
and, in the case of chat rooms, for students to see each other’s questions and subsequent
responses to learn from each other. The training also used videos via online streaming,
virtual office houses, and supervision using webcams.
Research Questions
The researcher conducted an exploratory study to evaluate the effective teaching
behaviors teachers in Guatemala used in their classrooms to help students achieve at high
levels. The use of effective teaching behaviors can serve as a foundation for creating
effective inclusion classrooms, as they are beneficial to all students in all types of
classrooms. The teacher behaviors identified by Rosenshine and Stevens (1986) and
Brophy and Good (1986) can serve as that foundation. These authors’ research included
reviews of multiple classrooms in which teachers used these behaviors and students
experienced high levels of achievement. Stenhoff et al (2004) based their TPM on several
of these behaviors while also citing multiple other studies with similar results. The use of
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these behaviors by classroom teachers strengthens instruction and builds a foundation
from which other strategies can be developed for meeting student needs.
Thus, the purpose of the exploratory study was to identify areas for further research and
training to build a foundation for inclusion based on the teaching behaviors, which can
increase student achievement when implemented properly and at higher rates. As Vaillant
(2011) pointed out, teachers in Guatemala are inadequately trained for effective teaching
in inclusion settings. Considering teachers’ needs as identified through data collected
during the exploratory study, this study sought to identify an effective method for
supporting Guatemalan teachers in creating classrooms conducive to high levels of
achievement for all students by training teachers in research-based, targeted teacher
behaviors, as included in the survey and in classroom observations during the exploratory
study. Helping teachers to develop a foundation for supporting instruction through
training in effective teacher behaviors will help build stronger instruction leading to
improved student outcomes.
The exploratory study served as a basis for informing further research to meet the
training needs of Guatemala’s teachers in several ways. Guatemala is a country in need of
support for students with special needs as the infrastructure for special education is at the
beginning stages in the education system. Vaillant (2011) stated the need for appropriate
special education training in pre-service programs while also providing in-service
training for teachers; yet, this important facet of the infrastructure has not been
adequately addressed and students with disabilities have been placed in general education
settings without structural or curricular changes in school culture or pedagogy (Vaillant,
2011). This is evident in the results of the exploratory study. The survey and classroom
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observations indicated that teachers do not regularly use teacher behaviors that are
effective for achievement at higher levels for all students. The data from the exploratory
study indicates that teachers do not always value or demonstrate the identified teaching
behaviors that will help all students to be successful in the classroom. Eleven teacher
behaviors were rated as important by fewer than 75% of teachers on the survey. Not only
did teachers rate these behaviors as not very important, classroom observations confirmed
these behaviors also are used infrequently. For example, providing opportunities to
respond and giving praise were observed at rates 75% below what is considered to be
acceptable, based on TPM requirements. Modeling correct responses and circulating
around the room were observed at even lower rates than what is considered to be
acceptable, according to the TPM.
There is no evidence of a support system in Guatemala to train teachers in these
behaviors. Training with on-going coaching may be a method for helping teachers to
develop skills to implement the teacher behaviors. Technology is an option for providing
coaching in situations in which there is distance between the coach and the participant.
The current study sought to identify whether training via a technology package would be
effective in helping teachers learn how to implement targeted teacher behaviors at higher
rates. A technology package was used to examine whether these are effective
technologies for delivering training and coaching to support the development of teacher
behaviors. Originally, the researcher chose to use iPads for this study due to their
versatility, however funding constraints did not permit iPads to be used. Those using this
device (i.e., iPad 2 and iPad 3) can record video, upload and send video, view videos, and
videoconference. With the use of one device, rather than multiple devices, the cost can be
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further reduced because video cameras and computers do not need to be purchased.
Further, a search of five electronic databases using the terms “iPad and special education”
and “iPad and teacher training” produced several articles related to the use of iPads with
students with disabilities but found no articles related to the use of iPads for training
teachers.
A second intent of this study was to add to the literature on coaching to train
teachers in the implementation of new behaviors. Teachers who lack access to training,
such as those in rural areas or in international locations like Guatemala, may benefit from
coaching using technology as a tool for training delivery.
While the use of BIE technology has been successful for supporting teachers, the
use of BIE technology for this study posed three specific challenges: (1) language barrier
with delayed translation, (2) time zone difference, and (3) limited internet bandwidth that
creates freezing of screens and delayed transmission of images and sound. Video
recording and uploading those videos reduced the risk of the researcher missing
occurrences of the target behaviors due to delayed relay of images and sound.
Due to the problems described above, the researcher used a technology package
that included the use of flip cameras, DVDs, and personal computers to conduct this
study rather than iPads and BIE. The research questions were as follows:
1. Will virtual coaching be effective for increasing the implementation of three
targeted teacher behaviors of teachers in three urban schools in Guatemala?
2. Will the teachers, subsequently, implement the targeted teacher behaviors
with high rates of fidelity?
3. Can coaching occur virtually with a high rate of fidelity?
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4. Will teachers find value in the coaching process and be satisfied with
participation with virtual coaching?
Terms
1. Technology package: Technology package includes the use of flip video cameras,
webcams, and personal computers for the purpose of viewing videos, video
recording, video conferencing, and e-mailing. Training: The use of video to model
three specific teacher behaviors and to deliver instruction on the implementation
of the specific teacher behaviors to allow participants to learn new skills.
2. Virtual Coaching: A conversation using videoconferencing technology between
the participant and researcher related to the implementation of the target
behaviors.
3. Targeted teacher behaviors: Three specific behaviors targeted for increased use;
the three behaviors are defined below:
a. Opportunities to respond: The teacher provides students with the
opportunity to respond orally or in writing to academic questions either
chorally or individually. Individual responding should include a variety of
students (Rosenshine & Stevens, 1986; Stenhoff et al., 2004). An
appropriate rate of providing opportunities to respond should occur at a
rate of at least four opportunities per min (Stenhoff et al., 2004).
b. Specific Praise: The teacher verbally affirms students in such a manner
that the statements are (a) contingent (delivered following a correct
response, academically or behaviorally), (b) specific to behavior
(descriptive – state exactly what is acceptable about the response), (c)
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varied (provided both for academic responding and appropriate social
behaviors; uses a variety of statements), (d) non-disruptive (do not
interfere with the pacing of the lesson or the student’s performance of
expected behavior or produce an undesired behavior), (e) given with
sincerity (evidenced by tone of voice and context in which praise is given),
and (f) appropriately distributed (across most students; Brophy & Good,
1986; Stenhoff et al., 2004). Affirming an answer (i.e., “Yes, ‘red’ is
correct.”) is considered a praise statement; however, saying “OK” or the
teacher repeating a student’s response is not counted as a praise statement
(Stenhoff et al., 2004). An appropriate rate of providing praise should
occur at a rate of at least four statements per min (Stenhoff et al., 2004).
c. Circulating around the room: Teachers exhibit this behavior when they
monitor students during independent practice by circulating among
students’ desks to provide verbal feedback, ask a question (Brophy &
Good, 1986; Stenhoff et al., 2004), or provide tactile feedback, such as a
pat on the back. In addition, teachers can exhibit this behavior during
active instruction by circulating around the room and moving close to
individual students (within 1ft; 30 cm) throughout the lesson. Criterion for
circulating around the room includes making contact with 100% of
students throughout the lesson with a rate of at least two students per min
(Stenhoff et al., 2004).
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Chapter 2
Method
In this study, the researcher evaluated the effectiveness of using a technology
package to train and coach teachers in Guatemala to implement three teacher behaviors
with higher rates. The researcher used the results of a survey and classroom observations
in an exploratory study in Guatemala to determine three effective teacher behaviors that
teachers could implement to help increase student achievement.
The researcher encountered several challenges throughout this study that resulted
in study changes. These changes are summarized in Table 2.1 below. The changes are
explained throughout the methods section as relevant to each section.
Table 2.1 Changes from Proposed Method
Proposed
Multiple probe across participants
replicated across behaviors
Three behaviors
General praise definition
10-min videos
iPads
YouTube link for training video

Changes
Multiple probe across participants in two
groups
One behavior
Specific praise definition
3 to 5-min videos
Flip video cameras, webcams, personal
computers, DVD players
DVD

Target Behaviors
Targeted behaviors are those in which at least 25% of survey participants rated
the behaviors as important or used frequently on the survey. In addition, classroom
observation data confirmed infrequent use of these behaviors. These three behaviors
included (a) circulation around the room, (b) opportunities to respond, and (c) praise.
These terms were defined at the end of the previous chapter. As the study progressed,
participant fatigue became a concern, thus, the behaviors addressed in the study were
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reduced to one behavior, that of specific praise. A large factor in participant fatigue
resulting in this decision was difficulty with consistent Internet connections to upload
video data. This created a back log of videos sent to the researcher which, in turn, created
a delay in feedback provided to participants.
Participants
Researcher. The researcher was a doctoral candidate at the University of
Kentucky in the Department of Early Childhood, Special Education, and Rehabilitation
Counseling. She held certification in elementary education (K-5) and special education in
learning and behavior disorders (LBD, K-12). She taught for 13 years in an urban public
school system. Her experience included 6 years of teaching in elementary general
education classrooms and 6 years of teaching in elementary special education. She
completed a Master of Arts degree in special education (LBD) in 2003. The researcher
had worked in Bolivia and Guatemala to train and mentor teachers. She spoke Spanish
with the ability to converse, yet was not fluent in the language and required a translator
for technical language and fluency in speaking.
Translator. A professional translator was hired to provide translation for training
materials (i.e., videos, handouts) and for coaching sessions. The researcher translated
videos for data collection and consulted the translator as necessary. At the time the
intervention phase of the study began, the translator was no longer available; thus, the
researcher conducted coaching sessions without a translator for 2 of 3 participants.
Reliability data collector. A co-chair of the researcher’s doctoral committee
served as a reliability data collector to assess reliability in data collection during each
phase of the study. She graciously offered to serve in this capacity when the translator
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hired by the researcher was no longer available to serve in this capacity. She was the cofounder of a preschool and children’s home in Guatemala. She was not fluent in Spanish;
however, she was able to participate in conversations. She understood Guatemalan
culture as a result of at least three trips per year to the country for the past several years
and her work at the children’s home and preschool.
Procedural reliability data collector. A 38 year-old doctoral student at the
University of Kentucky served as a reviewer for procedural reliability. She had
experience conducting single subject research throughout her master’s program and
doctoral studies. She taught special education for 12 years in public schools in Kentucky
and North Carolina. She worked with students across a range of mild to severe
disabilities. Eleven years of teaching occurred in Kindergarten through Sixth Grade with
1 year of high school teaching.
Teachers. The researcher identified 4 teachers across three schools in Guatemala
as participants. Miss Martinez was 25 years old and had taught 6 of her 7 years at her
current school. She completed her university coursework to obtain certification in special
education. She taught first grade and had 16 students in her class. During this study, Miss
Martinez recorded the videos during Mathematics and Language Arts instruction. Miss
Provencia was 25 years old and had taught 6 years, all of which were at her current
school. She has certification for teaching primary grades and held a degree in special
education and psychology. There were 20 students in her first grade classroom. Miss
Provencia recorded videos for this study during Language Arts instruction. Miss
Valentino was 32 years old and had taught 4 of her 9 years at her current school. She had
6 students in her combined pre-kindergarten and kindergarten class. She successfully
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completed her teaching preparation program, which, in Guatemala, is offered in high
school. Miss Valentino recorded the videos for this study during Mathematics and
Language Arts instruction. Miss Gonzalez was 20 years old and had taught 2 years, both
at her current school. She held primary education certification. She taught third grade in
which there were 20 students. Miss Gonzalez recorded all videos for this study during
mathematics instruction, except one, which was during Bible instruction.
Participants agreed to video record themselves teaching during instruction of a
subject of their choice for 10 min three times per week during the baseline and
intervention phases and once per week during the maintenance phase. The researcher
requested that the videos be recorded in the same subject area or time of day if at all
possible. In addition, participants agreed to Skype with the researcher once per week
during the intervention phase.
Technology
The researcher issued flip video cameras from her university to each participant.
The participants used the flip video cameras to record lessons. They each had access to a
personal computer, which was used to upload videos to Dropbox, a virtual file storing
service. The researcher conducted coaching sessions with participants using Skype,
which allowed for videoconferencing via the Internet. Participants used personal
computers and webcams to videoconference. The researcher verified during the
exploratory study that all schools had Wi-Fi accessibility to allow participants to use
Dropbox and Skype.
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Technology Training
The director of a children’s home in Guatemala trained participants on the use of
the technology (i.e., webcam, flip video cameras, and Dropbox) being used. The director
was fluent in Spanish and had lived in Guatemala for many years. He was chosen to
assist in this endeavor for his understanding of technology and experience using it, as
well as his relationship with the teachers participating in the study. All participants were
familiar with the director because children from the children’s home attended the schools
in which the participants taught. This training was conducted in person with the
opportunity for participants to practice and ask questions. Specific skills included (a)
recording video on the flip video camera, (b) uploading video files, (c) downloading
video files, (d) viewing videos via YouTube, (e) using Dropbox, and (f) using e-mail.
Teachers participated in training with the children’s home director who was also
available throughout the study for technical assistance as was necessary.
Setting
The instructional settings included three private schools located in Guatemala
City, Guatemala. The first school served only students receiving special education
services; 100% of the student body was identified as having disabilities. The school
housed preschool through high school and serviced students with a range of disabilities
including, but not limited to, autism, learning disabilities, cerebral palsy, and
emotional/behavioral disorders. The school existed to provide an alternative to public
school for students who otherwise might not be successful. The second school was a
Christian school, which included one child with a diagnosed disability in the first grade
classroom. This school was in an urban setting and was started by missionaries over 100
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years ago. Class sizes for elementary grades consisted of approximately 25 students each.
It serviced students from preschool through high school with a full range of course
offerings and extra-curricular activities. The third school was a private, accredited
preschool housed in a children’s home. The preschool enrolled the preschool-aged
children who lived at the children’s home, as well as enrolled children from the
community, on a tuition-basis. This preschool serves children 3 – 6 years old with or
without disabilities. The teachers conducted all sessions in their classroom in a subject
area of their choice.
Materials
Training materials. The researcher created three training videos featuring 1 of 3
targeted teacher behaviors in each video. These targeted teacher behaviors included
praise, opportunities to respond, and circulation around the room. Videos included a
classroom teacher modeling a lesson in which the targeted teacher behaviors were
exhibited. The researcher used a flip video camera to record lessons of a teacher
modeling each of the three behaviors in a suburban school close to her university. The
completed training videos were no longer than 10 min each.
The teacher featured in the video was a first grade teacher in a suburban school in
central Kentucky with 25 students in her classroom. She was chosen to serve as a model
teacher for her expertise and reputation for high quality instruction. The researcher had
worked with her previously to conduct a research study in her classroom; thus, she also
had firsthand knowledge of her teaching. She had over 15 years of teaching experience
and had been voted Teacher of the Year at her school for the academic year just prior to
video recording. There were six students with identified disabilities. The classroom
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population was comprised mainly of Caucasian students with African American and
Latino students comprising a minority. Students came from low-income and middle class
families. The video was recorded during Language Arts instruction across 3 days. The
lessons focused on comprehension strategies. The researcher used these videos to create a
training video for each of the three targeted teacher behaviors (i.e., praise, opportunities
to respond, and circulation around the room). The researcher used iMovie software for
Mac to create the training videos. The completed training videos consisted of two
sections. In the first section, the researcher presented a mini-lecture about the specific
behavior being addressed in the video which described why the behavior is important and
explained how to implement the behavior. This section contained PowerPoint slides in
Spanish with an audio lecture, also in Spanish. The researcher hired a Spanish interpreter
to translate the PowerPoint slides and to provide the audio lecture. The researcher
provided the interpreter with an English script with which the interpreter translated and
recorded the audio lecture accompanying the PowerPoint slides. The interpreter saved the
audio in a voice memo using an iPhone and emailed the audio file to the researcher. The
researcher used this audio file to input over the PowerPoint slides in iMovie. In the
second section, participants watched a modeled lesson of the first grade teacher using the
specific behaviors. The audio for this section was in English as the instruction used for
recording the training videos was conducted in English. The researcher provided a title
slide in Spanish prior to each video clip to cue the participant to the specific aspect of the
targeted teacher behavior being addressed. In addition, subtitles were provided with the
video clips to allow the participants to understand what was being said in the video clips
to increase comprehension of the targeted teacher behavior. For example, in the praise
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video, the teacher used praise specific to an academic skill. Thus, the introductory slide
was titled, “Praise Specific to Good Reading.” The subtitles for the accompanying video
clip interpreted what students and the teacher said to highlight the praise the teacher
provided for that particular academic skill.
In addition to the training videos, the researcher provided participants with a cue
card containing key information regarding the implementation of the targeted behavior.
Key points from the training video were provided in short paragraphs and bulleted points
along with a section for teachers to respond with their plans for implementing the
targeted teacher behavior. For example, the praise cue card included a brief definition, a
purpose statement, the goal for praise statements per min, and a list of specific praise
characteristics. The cue cards for each of the three targeted teacher behaviors are included
in Appendix A.
Participants viewed the training videos via YouTube; however, some participants
experienced bandwidth difficulties and could not view the video on YouTube. The
researcher burned the training video on a DVD and sent it to Guatemala with a co-chair
of her doctoral committee when she traveled to there early in the research project.
Originally, the YouTube link was planned; however, participants had difficulty accessing
the video on YouTube. Therefore, the researcher sent the DVD with the training videos
burned on it. Participants were given explicit directions by the co-chair to only view the
training videos when prompted by the researcher. The researcher also taped a note to the
DVD stating that participants should only view the training videos when prompted by the
researcher. To her knowledge, the participants only watched the videos when prompted
and did not watch them prior to the intervention phase. This is evidenced by an email
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from each participant providing the date in which the video was watched. The researcher
encouraged the participants to review these videos as necessary throughout the study,
post baseline.
Coaching materials. The researcher developed a coaching protocol to coach
participants in the teacher behaviors. The protocol used information from Ruble,
Dalrymple, and McGrew (2012) on coaching to ensure that evidence-based coaching
practices were used. The items on the protocol included (a) greeting the teacher, (b)
asking if the teacher received the information from the previous coaching session via
email, (c) reviewing the cue card for the target behavior, (d) asking the teacher for her
thoughts on how well the implementation of the target behavior is going, (e) stating a
positive example of implementation of the target behavior from the videos, (f) asking the
teacher to identify a goal for the coming week for further implementation of the target
behavior, and (g) approaching the coaching session in a collaborative manner. The
coaching protocol can be found in Appendix B.
Data Collection Procedures
Baseline. Due to a problem with uploading speeds, baseline data were collected
from videos ranging from 2:10 – 17:19 min in length. The mean length of videos was
6:19 min; this was shortened from the originally planned 10-min videos.
The researcher used partial interval recording to identify the rate at which
participants used specific praise, opportunities to respond, and circulation around the
room to determine the behavior with the lowest rate of occurrences to serve as the target
behavior during intervention. The researcher used 10-sec intervals in which a tally mark
was recorded if the target behavior occurred within the interval. If the target behavior
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began in one interval and ended in a second interval, the behavior was recorded to have
occurred in the first interval.
Intervention. During the intervention phase, the researcher planned for
participants to video record 10-min lessons or parts of a lesson 3 days per week (i.e.,
Monday, Wednesday, Friday) until criterion was reached. However, due to problems
addressed above, the videos were reduced to 3 – 5 min each. Criterion was defined as an
80% increase over baseline. Participants remained in the intervention phase until they
reached criterion for three consecutive sessions. The participants used the provided flip
video camera for video recording and uploading the videos or burning them to DVD. The
researcher viewed each video to record the intervals for which the targeted teacher
behavior occurred in each lesson. The researcher used these data to determine points of
discussion during weekly coaching sessions and to determine when criterion was reached
in order to begin the next tier.
Maintenance. During the maintenance phase, the researcher planned for
participants to video record a 10-min lesson; however, due to problems discussed above,
this was changed to a 3 – 5 min lesson or part of a lesson one time per week every other
week. Also, due to delayed retrieval of videos by the researcher as described above,
participants often recorded more than one video per week in the maintenance phase
because the researcher did not have the ability to communicate in a timely manner with
the participants when they moved into the maintenance phase. All videos were recorded
in the same subject area which had been video recorded during the intervention phase.
Participants recorded and uploaded the videos using the flip video cameras. The
researcher viewed each video and used partial interval recording to calculate the
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percentage of intervals in which the targeted teacher behaviors were used to assess the
participants’ ability to maintain the behaviors in the absence of coaching.
Generalization. The researcher planned to gather generalization data from a
subject area different from that which was recorded during the intervention phase. Due to
the length of time required in the baseline and intervention phases, participants became
fatigued with the first targeted teacher behavior (e.g., praise); thus, generalization data
were not collected.
Data collection sheet. The researcher completed the top section of the data
collection sheet to record important information related to the session. This section
included the participant’s name, date of the video recording, session number, phase in
which the video was recorded, length of the video, and the targeted teacher behavior. The
researcher then proceeded to watch the video and use partial interval recording to identify
the rate at which the teacher used the targeted teacher behavior (i.e., specific praise,
opportunities to respond, or circulation around the room). Once the observation was
complete, the researcher counted the total number of intervals in which the targeted
teacher behavior occurred and divided the number of intervals in which the targeted
teacher behavior occurred by the total intervals observed to calculate percentage of
intervals in which the targeted teacher behavior was used. The data collection sheet can
be found in Appendix C. The following formula shows the calculation used.
Intervals using targeted teacher behavior = Percentage of intervals in which
Total intervals observed
target behavior occurred.
Instructional Procedures
Video training. Participants were divided into two groups (i.e., Group 1 and
Group 2) during the intervention and maintenance phase of the study. When Group 1
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began the intervention phase, the researcher sent, via email, the targeted teacher behavior
cue card and a YouTube link to access the training video for the first targeted teacher
behavior (specific praise). Once participants viewed the training video, they e-mailed the
researcher to inform her of training completion. At this time, they could ask questions to
clarify their understanding of the concepts. Depending on the questions asked and the
response required, a Skype session could be scheduled to address the participants’
questions; otherwise, e-mail responses were sent to answer the questions. Once
participants informed the researcher that they understood the target behaviors to be
implemented, the intervention phase began with Group 1.
Coaching. Participants agreed to one coaching session per week of approximately
15 - 30 min each during the intervention phase. Scheeler (2010) provided feedback for
teachers using bug-in-ear technology two to three times per week for 10 – 20 min each.
For the purposes of this study, the researcher reduced the number of coaching sessions
per week due to limitations on the participants’ schedules and challenges faced with time
zone differences.
Once the intervention phase began, the researcher planned to meet with
participants once per week via Skype to review data and discuss the progress of
implementing the target behavior and tips for increasing the use of the behavior and
provided an opportunity for the participant to ask questions or raise issues she may have
had related to the study. The coaching protocol was used during each coaching session to
help ensure the researcher used the same procedures for each session and to facilitate a
collaborative conversation in which interaction between the participant and researcher
was sought.
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Each coaching session was expected to last 15 - 30 min. Participants were
encouraged to e-mail the researcher at any time during the study in the event they had
questions. The researcher responded to e-mails within 24 hrs. In addition, the researcher
frequently emailed participants to supplement coaching. The emails asked participants
questions about how implementation of the targeted teacher behavior was going, if there
were problems with which she could help, and served as a method to check in with
participants when she had not received video data in a period of time. These emails were
sent in response to the inability to conduct coaching sessions each week. In order to
maintain a level of communication between the researcher and the participants, the
researcher sent emails in an attempt to assist participants in their understanding of
implementation of the target behavior and to help keep lines of communication open in
the event they had issues arise that needed addressed.
Social Validity
The researcher assessed the social validity of the independent variables using a
survey in which all participants rated their perceptions of the video training and the
coaching sessions on changing their teaching behaviors. In addition, teachers rated how
they perceived the increased rate of using the target teacher behavior impacted students
and their achievement. The researcher created a brief on-line survey consisting of 10 fivepoint Likert-scale items. The items addressed teacher perceptions of (a) the effectiveness
of technology to learn a new skill, (b) the ease of using the training handouts to use the
targeted teacher behavior, (c) the frequency the training handouts were used during the
intervention phase, (d) the automaticity of use of the targeted teacher behavior, (e) the
benefit of using the targeted teacher behavior, (f) the ease in using the targeted teacher
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behavior during lessons, (g) the likelihood of continued use of the targeted teacher
behavior, (h) improved student behavior as a result of increased use of the targeted
teacher behavior, (i) improved student achievement as a result of increased use of the
targeted teacher behavior, and (j) the ability to generalize the use of the behaviors to other
settings, subjects, and students (See Appendix D). In addition, the researcher highlighted
comments made by participants during coaching sessions (training videos, coaching
sessions) and its effects on their classrooms to provide more information than the survey
was able to provide.
Experimental Design
The researcher used a multiple probe design (Gast & Ledford, 2010) across
participants to evaluate the effectiveness of video trainings and coaching sessions on the
increased use of three specific teacher behaviors. The researcher chose this design for its
ability to validate the effectiveness of interventions across behaviors and settings, for its
ability to use intermittent baseline data as opposed to continuous baseline data, and
because this design does not require a withdrawal condition (Gast & Ledford, 2010). For
the purposes of this study, participants were paired into two groups. The researcher
collected baseline data for all 4 participants across a minimum of 3 days. After data were
stable, the researcher began the intervention phase by providing video trainings on the
teacher behaviors to Group 1 while continuing to collect intermittent baseline data (once
per week) on the remaining Group 2. Following meeting criterion on the target behaviors
for three consecutive trials for Group 1, the researcher provided video training to the
remaining group while continuing to collect maintenance data on the first group (once per
week, every other week until Group 2 met criterion in the intervention phase).
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This design controlled for several threats to internal validity. First, 4 participants
were recruited when replication across 3 participants met the minimal requirement
necessary to show experimental control. Enlisting 4 participants allowed for attrition of 1
participant while maintaining the ability to show experimental control. In addition, a
multiple probe design controlled for threats to internal validity by nature of maintaining
the baseline condition with the next group of participants until criterion was reached with
the first group of participants. Staggering introduction of the intervention allowed the
researcher to replicate the effect of the intervention. In addition, it was expected that there
would be an immediate effect on participants’ behavior following introduction of the
intervention, which was expected to be replicated across all participants (Gast, 2010).
The researcher introduced the next group to the intervention only after the previous group
met criterion to control for threats to internal validity, namely maturation and testing.
Gast (2010) stated that waiting to introduce the intervention until the previous participant
meets criteria is a stronger control for threats to internal validity over staggering
introduction of the intervention across a set number of days. Further, each participant was
independent of the other in terms of interactions due to being in different schools; thus,
the potential threat to history was minimized as it was expected that participants did not
have opportunities to learn information about the intervention from each other. Controls
for instrumentation and procedural infidelity were in place through the plan for obtaining
interobserver agreement and using procedural reliability procedures.
Reliability
Interobserver reliability. The researcher trained a co-chair of her committee for
collecting reliability data on the dependent variable (the use of specific praise) The
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researcher and the trained observer evaluated videos once per week (33% of sessions) to
count the intervals in which the target behavior occurred. The researcher used the pointby-point method for calculating interobserver agreement using the following formula:
number of agreements divided by the number of agreements + disagreements multiplied
by 100. (Gast, 2010). Acceptable reliability agreement was 80%. The mean of
interobserver agreement was 92% with a range of 80% - 100%.
Procedural reliability. The researcher collected reliability data on the
independent variable. A trained independent observer evaluated or videotaped coaching
sessions once per condition for each participant to ensure procedural reliability. The
formula for calculating procedural reliability is dividing the number of observed
behaviors by the number of planned behaviors and multiplying by 100 (Gast, 2010).
Acceptable reliability agreement was 80%. The researcher referred to the Coaching
Protocol (see Appendix D) during coaching sessions to ensure all points were addressed
during each session. The Coaching Protocol also was used for procedural reliability. The
observer was trained in each step of the protocol and was provided with examples of
what might be discussed in each step. The steps on the protocol included (a) greeting the
teacher, (b) asking if the teacher received the information from the previous coaching
session via email, (c) reviewing the cue card for the target behavior, (d) asking the
teacher for her thoughts on how well the implementation of the target behavior is going,
(e) stating a positive example of implementation of the target behavior from the videos,
(f) asking the teacher to identify a goal for the coming week for further implementation
of the target behavior, and (g) approaching the coaching session in a collaborative
manner. If acceptable reliability agreement dropped below 80%, the researcher planned
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to meet with the observer to address areas where disagreement existed and provide
additional examples of how each area could be addressed in coaching sessions. In
addition, the researcher would practice mock coaching sessions with the observer to
address areas of discrepancy. This was not necessary for this study as procedural
reliability was 100% across all 3 participants who participated in the intervention phase.
One participant participated only in the baseline phase, thus procedural reliability was not
collected for her since coaching sessions occurred only in the intervention phase.
Data Analysis
The researcher used visual analysis during the study to inform decisions related to
introduction and implementation of conditions. To calculate effect size, the researcher
used Percent of Data Exceeding the Median of Baseline (PEM; Ma, 2006). The
researcher chose PEM over Percent of Non-Overlapping Data (PND) due to Ma’s
findings that PEM tends to closer correlate with researcher judgments over the PND. In
addition, the researcher used the Mean Baseline Difference (MBD) to evaluate the
change in level of behavior across conditions. The MBD assesses the effectiveness of an
intervention to increase desired target behaviors. The researcher calculated PEM and
MBD for each tier. To calculate PEM, the researcher divided the number of treatment
data points that exceeded the median of the baseline condition by the total number of
intervention data points. To calculate MBD, the researcher subtracted the mean of
baseline observations from the mean of treatment observations and divided by the mean
of baseline observations, then multiplied by 100 as described by Campbell and Herzinger
(2010).
Copyright © Ruby Lynn Owiny 2014
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Chapter Three
Results
The purpose of this chapter is to report the results of the data for each research
question. For each question, the researcher provided a description of the data collected,
the methods used to analyze the data, and the results.
Study Changes
The proposed study sought to use a multiple probe design across participants
replicated across three targeted teacher behaviors. Four participants were to be divided
into two groups, and the procedures would be replicated for each group. Participant
fatigue created a challenge, which precluded the possibility of training teachers in all
three planned targeted teacher behaviors. This fatigue resulted from the length of time
required for participants to move from baseline to intervention and into maintenance. The
length of time required to move participants into various phases of the study was a result
of lagged data collection. This lagged data collection was caused by delays in video data
being received by the researcher from participants due to school breaks, student testing,
and Internet outages. This caused the researcher to have periods of time in which no
videos were received from participants while also having periods of time in which
multiple videos were received at one time from individual participants. Second, as a
result of the first challenge, data collection took much longer than was first expected.
This extended data collection procedure began to overtax participants, and they voiced
weariness during coaching sessions and in email. Due to these challenges, the research
team decided to pare down the study and end it after two participants reached criterion on
specific praise and two participants’ data indicated it would require a greater length of
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time to reach criterion. Due to the communication received from participants indicating
that they were getting fatigued, the research team believed participant attrition could
become a problem. Therefore, the data presented here include implementation of one
targeted teacher behavior only, that of specific praise. Thus, the results of this study
should be interpreted cautiously as experimental control was not established as is
required for a multiple probe design. The results of this study indicate a time-lagged
intervention across two participants and a replication across another. In essence, the data
indicate three AB designs that should be viewed as replicated case studies.
As a result of the length of time required for obtaining videos and analyzing them,
the researcher decided to move the first participant in Group 2 into the intervention phase
prior to both participants in Group 1 meeting criterion. This change reduced the chances
of participant attrition due to inactivity.
In addition to formal coaching sessions, which were planned to occur each week
during the intervention phase, the researcher maintained regular contact with participants
through email. Because participants were not able to participate in coaching sessions via
Skype each week, email communication provided an effective alternative to maintaining
continual communication with them. The quantity of emails varied among participants.
Sixty-three emails were sent to Miss Martinez. In turn, Miss Martinez sent 37 emails to
the researcher in response to her emails. Forty-six emails were sent to Miss Provencia in
which she responded to 34 of those emails. Twenty-eight emails were sent to Miss
Valentino with five responses received by the researcher from her. Finally, 10 emails
were sent to Miss Gonzalez with her responding to five of those sent.
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Virtual Coaching: Research Question 1
The first research question sought to answer whether virtual coaching would be
effective for increasing teachers’ implementation of three targeted teacher behaviors to
reach criterion. As discussed above, this question changed to answer whether virtual
coaching would be effective for increasing teachers’ implementation of one targeted
teacher behavior, that of specific praise. Originally, the researcher defined praise as a
verbal affirmation provided to an individual student or a group of students. Upon initial
analysis of video data, data indicated a high rate of general praise used by the participants.
The researcher decided to change the definition to reflect that of specific praise as
participants were not using high rates. The research team felt that participants could
benefit from training in specific praise to increase student achievement rather than to
increase the rates of general praise they were already using in their instruction.
Criterion was set as an 80% increase over baseline in intervals in which the target
behavior was used. For Miss Martinez, an 80% increase over baseline meant criterion
was calculated as 17.8%, meaning that a session met criterion if specific praise was
present in at least 17.8% of intervals. For Miss Provencia, criterion was calculated as
3.1%; therefore, Miss Provencia needed to use specific praise for at least 3.1% of
intervals. Criterion was set for Miss Valentino at 8.1% of intervals in which specific
praise was use. Each participant needed to reach criterion for three consecutive sessions
to move into the maintenance phase. The researcher calculated an 80% increase over
baseline for criterion by multiplying the mean of baseline by .80 and adding the product
to the mean of baseline to calculate criterion for each participant.
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The following graphs in Figures 3.1 and 3.2 show the percentage of intervals in
which participants used specific praise. Group 1 (Figure 3.1) included Miss Martinez and
Miss Provencia. The data for Miss Martinez indicate an immediate change in level;
however, a change in trend did not occur. Data continued to be unstable and criterion was
not met for three consecutive sessions to allow her to move into the maintenance phase of
the study. Miss Martinez, however, met criterion for two consecutive sessions (sessions
89 and 94). In all, Miss Martinez met criterion during four sessions (i.e., 48, 60, 89, and
94). The data for Miss Provencia indicate an immediate change in level from the last
session in baseline to the first session in the intervention phase. While the trend after the
first intervention session shows a decelerating trend, criterion was met with the first three
consecutive sessions. She met criterion in the maintenance phase for 3 sessions (i.e., 95,
96, and 104). Group 2 (Figure 3.2) included Miss Valentino and Miss Gonzalez. The data
for Miss Valentino indicate a decline in trend between the last session of baseline and the
first session of intervention; however, her next three sessions show a significant increase
in level and trend. These three sessions were consecutive and met criterion; therefore, the
maintenance phase began. She met criterion for three sessions in maintenance (i.e., 111,
120, and 125). Miss Gonzalez participated in the baseline phase only, therefore, there is
no intervention or maintenance data shown for her. Table 3.1 shows the baseline mean
and intervention mean for each participant. Each of the three participants who
participated in the intervention phase made significant gains in the average intervals in
which a specific praise statement was provided to students.
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Table 3.1 Baseline Mean and Intervention Mean
Participant

Baseline Mean

Intervention Mean

Miss Martinez

9.9

13.08

Miss Provencia

1.71

11.33

Miss Valentino

4.5

16

Miss Gonzalez

0

Not Applicable

Figure 3.1 Group 1: Percentage of Intervals in which Specific Praise Occurred
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Figure 3.2 Group 2: Percentage of Intervals in which Specific Praise Occurred

To calculate effect size, the researcher calculated the Percent of Data Exceeding
the Median of Baseline (PEM; Ma, 2006). PEM is calculated by dividing the number of
intervention data points that exceed the median of baseline over the total number of
intervention data points. Three of the four participants had intervention data with which
the PEM could be calculated. The PEM for Miss Martinez was calculated to be .85 while
PEM for Miss Provencia and Miss Valentino was calculated to be 1.00 for both.
To calculate the level of change between conditions, the researcher calculated the
Mean Baseline Difference (MBD; Campbel & Herzinger, 2010). Three of the 4
participants had intervention data with which the MBD could be calculated. The MBD
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for Miss Martinez was calculated to be .00, and the MBD for Miss Valentino was
calculated at 15.99. Finally, the MBD for Miss Provencia was calculated at 10.33.
Chen and Ma (2007) identified the mean PEM score for effective interventions to
be higher than 0.9 and a mean PEM score of 0.645 indicated that the intervention was
partially effective. Using Chen and Ma’s criteria, the intervention was effective for 2
participants, and partially effective for 1 participant. The MBD indicates minimal
improvement for 2 participants and no improvement for 1 participant.
Three of the 4 participants reached the intervention phase in which coaching
sessions occurred. Miss Martinez participated in three coaching sessions throughout the
intervention phase. Miss Provencia participated in one coaching session, and Miss
Valentino participated in two coaching sessions. Miss Gonzalez did not participate in
coaching sessions because the study concluded prior to her moving into the intervention
phase.
A visual analysis of the data indicates limited or minimal effectiveness for the
intervention for 2 participants. Two participants, Miss Provencia and Miss Valentino,
reached criterion after three and four consecutive sessions, respectively. Miss Martinez
and Miss Provencia experienced an immediate and abrupt level change in the intended
direction from baseline to the first session of the intervention phase; however, Miss
Martinez dropped below criterion for the second through fourth sessions. Miss Provencia
maintained criterion levels for three consecutive sessions, reaching the maintenance
phase. During the maintenance phase, Miss Provencia maintained criterion level for the
first session. She continued sending videos to the researcher; yet, in the next seven
sessions, she only met criterion once. Miss Valentino met criterion for the last 3 of the
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first 4 intervention sessions. She sent maintenance video for eight sessions and reached
criterion 3 of the 8 sessions. None of these sessions were consecutive sessions.
By visual analysis, results indicate the intervention was effective for Miss
Valentino and Miss Provencia. The intervention was somewhat effective for Miss
Martinez. Statistical analyses verify the visual analyses, with some inconsistent results
due to highly variable data. The PEM indicates that the intervention was highly effective
for Miss Valentino and Miss Provencia (i.e., 1.0) and partially effective for Miss
Martinez. (.85). In addition, the MBD indicates the highest level of change for Miss
Valentino (i.e., 15.99), a high level of change for Miss Provencia (i.e., 10.33) and no
level change for Miss Martinez (i.e., .00). Considering that the baseline median is low
(i.e., 1) for Miss Valentino and the level change between baseline and the first session of
intervention is in the negative direction, even the slightest change in rates of specific
praise will increase the PEM, thus suggesting a larger effect size. However, the MBD
calculations indicate a higher index in the level of change. The data show that the
behavior did not return to the lowest levels of baseline. These results indicate that the
intervention was effective for Miss Valentino. The PEM for Miss Martinez indicated that
the intervention was somewhat effective while the MBD showed no level of change. The
first intervention session shows a change in level; however, the change does not continue
and is inconsistent. The PEM for Miss Provencia indicated that the intervention was
effective while the MBD indicates a high level change. Data analyses support the
intervention was effective for Miss Valentino and Miss Provencia and not effective for
Miss Provencia.
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Implementation of the Targeted Teacher Behavior: Research Question 2
The second question sought to identify the fidelity in which teachers implemented
the targeted teacher behaviors. Figure 3.1 shows the percentage of intervals in which
teachers used specific praise to criterion. General praise statements (e.g., very good,
good) were commonly used by participants, but these statements were not recorded
unless they were coupled with a specific statement related to the students’ behavior. Two
of the 4 participants reached criterion for three consecutive sessions to move into the
maintenance phase. One participant did not reach criterion for three consecutive sessions;
thus, she did not move into the maintenance phase. One participant did not move into the
intervention phase of the study; thus, it is unknown if she would have implemented
specific praise to criterion.
Virtual Coaching: Research Question 3
The third research question sought to identify the fidelity with which virtual
coaching occurred in this study. The proposed research indicated that procedural
reliability would occur once per condition for each participant through video recorded
sessions. Also, the proposed research assumed procedural reliability data would be
collected throughout the research study. Two challenges occurred with the proposed
procedural reliability guidelines. First, Skype sessions with Participants 2 and 3 occurred
through instant messaging via written text instead of through live video feed. This
occurred as a result of poor sound quality. While video could not be obtained, the
researcher saved the typed script from the instant messaging to be analyzed for
procedural reliability. Procedural reliability agreement was calculated from the typed
scripts. Miss Valentino’s coaching sessions occurred through live video feed however for
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the two coaching sessions in which she participated, the researcher experienced technical
difficulties with the video camera set up to record the session. Both sessions’ recordings
were lost. Therefore, the interpreter for the coaching sessions analyzed data for
procedural reliability. The criteria for analyzing procedural reliability for coaching
sessions, which occurred only during the intervention phase, was set at 33% of coaching
sessions. Miss Martinez participated in three coaching sessions; therefore, one session
was analyzed for procedural reliability. Miss Provencia participated in one coaching
session; thus, 100% of her sessions were analyzed. Miss Valentino participated in two
coaching sessions. Procedural reliability was analyzed for one session, meaning 50% of
coaching sessions for Miss Valentino were analyzed. Finally, Miss Gonzalez did not
participate in the intervention phase; therefore, she did not participate in coaching
sessions. No procedural reliability data could be collected for her. Procedural reliability
was 100% for all three participants who participated in coaching sessions.
Social Validity: Research Question 4
The fourth research question sought to identify the value participants placed on
the coaching process and their satisfaction with virtual coaching. The researcher sent a
survey to each of the three participants who participated in the intervention phase. The
survey contained 10 questions and a comment section about which participants could
respond to their experience participating in this research project. The survey can be found
in Appendix D. Participants rated each item on a five-point scale with five being “Very
much” to one being “Not at all.” Table 3.1 shows the number of responses and the mean
response.
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Table 3.2 Social Validity Survey Results
N=3
Range

Mean

3-4

3.7

4-5

4.3

4-5

4.3

4. I will continue to use specific praise in my teaching.

5

5

5. I will use specific praise in other subjects, at other times of

5

5

5

5

4-5

4.7

8. I think I will continue to use specific praise.

5

5

9. Student learning improved as a result of my use of specific

5

5

5

5

Survey Item
1. The video and Skype sessions helped me to learn to use
specific praise.
2. The training handouts were helpful for learning to
implement the specific praise.
3. I referred to the trainings (video and handouts) to help me
implement specific praise.

the school day, and with other students.
6. Specific praise is important for student learning and
appropriate behavior.
7. It is easy to use specific praise in my teaching.

praise.
10. Student behavior improved as a result of my use of
specific praise.

Three of the 4 participants participated in completing the survey. One participant
did not participate in the survey because she did not complete the intervention phase of
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the study. All 3 participants who completed the survey chose to comment at the
conclusion. One participant stated that it was a good project to implement at a general
level in a school. Another participant noted that learning to use specific praise has been a
very useful tool in her work as a teacher. It provided a lot of encouragement to her
students to work in a better way and to have appropriate behavior both inside and outside
the classroom. Finally, she stated that it was good for her and her students to participate
in this project. The third participant stated that using praise motivated her students and
she saw a change in their behavior.

Copyright © Ruby Lynn Owiny 2014
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Chapter 4
Discussion
In the current investigation, the researcher addressed four questions. First, could
virtual coaching be effective for increasing teachers’ implementation of three target
behaviors to reach criterion who teach in three urban schools in Guatemala? The
investigation changed from three target behaviors to one due to participant fatigue.
Participants faced challenges in recording video and sending it to the researcher in a
timely manner. This was a result of several factors including Internet outages due to
irregular availability in Guatemala, school and classroom schedules, examination
schedules, and school breaks. These challenges resulted in delays for the researcher to
receive the data and analyze it in a timely manner, which created a delay for participants
to receive feedback. There were several times when participants could not upload to
Dropbox and a person was visiting Guatemala who could burn the videos to DVD and
bring them back to the United States to mail to the researcher. This also resulted in delays
as it could be as long as 4 weeks before the contact person returned to the United States
and could mail the DVDs. Over the course of 6 months, two interns at one of the schools
assisted the researcher in recording video and mailing DVDs of the videos to her when
they returned to the United States. In addition, the Internet capabilities at the schools
created challenges with the ability to upload video in a timely manner. Often, teachers
could not upload video each day that they recorded but, rather, would wait until the
Internet worked to upload several videos.
The teachers’ challenges in uploading video resulted in sporadic data collection
and subsequent challenges to analyze the video in a timely manner to verify that data
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were stable, and move participants into the next phase in a timely manner. To reduce
participant fatigue in future studies, participants could be directed to record three videos
for baseline only and then wait for further directions from the researcher. After analyzing
the three videos, the researcher could determine if further baseline data are needed or
direct participants to begin the intervention phase. This revised procedure could result in
decreasing the amount of baseline data collected and potentially improve the process by
allowing participants breaks in between gathering data and relaying the data to the
researcher. Intervention could be conducted in a similar manner. Participants could be
directed to watch the training video, record 3 days of intervention data, send it to the
researcher, and await further instructions.
In addition to the challenges of timely data collection, the delayed collection and
analysis of data prevented the researcher from addressing current video in coaching
sessions. Thus, in the results section, the graphs show many more data points for baseline
that what would be necessary in most cases. Also, participants’ timidity with technology
use and sporadic Internet outages caused challenges with timely coaching sessions. One
participant only participated in coaching sessions when an intern could assist her, which
limited the opportunities for coaching sessions. It is possible that the high level of
poverty contributes to participants’ lack of confidence with technology as their ability to
access technology could be diminished due to the lack of available funds. Two
participants responded to 50% or fewer emails sent by the researcher. This could be an
issue of accessibility to computers with Internet or wifi accessibility or a result of timidity
with email or internet use. These implementation challenges may have affected the data
in this study.

51

The researcher originally planned for one coaching session per week throughout
the intervention phase; however, several challenges prevented sessions from occurring
weekly. Primarily, technology challenges and scheduling conflicts created these
challenges for conducting consistent weekly coaching sessions. First, several occurrences
of Internet outages in the schools prevented participants from logging onto Skype for
coaching sessions. However, when the technology worked and participants were able to
log onto Skype, coaching sessions occurred with no problems. The participants were able
to talk with the researcher, providing an opportunity for them to clarify ideas and ask
questions. Second, teachers’ schedules often conflicted with the researcher’s schedule.
These challenges occurred because of the time difference due to the researcher being in a
different time zone than the participants, school day scheduling differences, frequent
school-wide testing, and subsequent school breaks after the testing. Coaching sessions
could not occur during testing weeks or during school breaks. Finally, as mentioned
previously, Miss Valentino participated in coaching sessions only when an intern was
present. Interestingly, Miss Provencia met criterion for three consecutive sessions with
the least amount of intervention sessions and participated in only one coaching session,
the least of all participants. Miss Martinez participated in the most coaching sessions (i.e.,
three) yet did not reach criterion in 13 sessions. This raises questions about whether
coaching was effective for evoking change or if the video, coupled with the cue card,
could have made the difference. Also, despite the low number of coaching sessions, the
researcher attempted to maintain continuous contact with participants by emailing them
at least every two weeks. Participants did not always respond to the emails, thus it is
impossible to determine if these emails impacted the study in any way.
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In conclusion, the answer to whether virtual coaching can be effective for
changing teachers’ behaviors may not be simple. The data show an increase in the use of
specific praise, suggesting a behavior change on the part of the 3 participants who
participated in the intervention phase. The baseline means and intervention means
indicate marked improvement from baseline to intervention. However, inconsistent data
indicate that confounding variables, such as participant fatigue due to technology
challenges, could have affected performance. Thus, the answer to this research question
could be “no” or “maybe”; the answer appears to be dependent on the technology. If the
technology works and participants are able to record video and upload it and the
researcher is able to download the videos to analyze data, the question is more easily
answered. Coaching sessions can occur more consistently when the technology works,
allowing for consistent feedback. The technology serves as a large component in the
ability to answer the research question affirmatively.
The second research question asked whether teachers could implement the
targeted teacher behaviors with high rates of fidelity. As already addressed, one targeted
teacher behavior was evaluated due to participant fatigue. Results indicate that teachers
could implement the targeted teacher behavior (i.e., specific praise) yet did not do so with
consistency. This could be explained by the inconsistency and infrequent number of
coaching sessions. With more consistent and frequent coaching sessions, it is possible
that the teachers could use specific praise at higher rates with more consistency. It is also
possible that having a coach at a distance posed a challenge for participants that could not
be overcome. It may be necessary for coaches to be physically present in participants’
classrooms for coaching sessions and data collection. If coaches are not able to be
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physically present, coaching could occur via synchronous technology, such as BIE, if
time zone differences, Internet bandwidth, and foreign language challenges could be
overcome. At a minimum, having a contact person physically present in the area where
the research is being conducted and who is committed to the success of the research may
be necessary for successful implementation of research of this type. For this study,
participants did not receive incentives for participating nor was there a consistent contact
person available to assist them as needs arose. Various volunteers in the area assisted as
available; however, they were not in a position to be fully invested in the project to work
toward its absolute success. These may be factors that could impact results in the future.
While intervention data indicated inconsistent performance among the 3 participants who
participated in the intervention phase, these 3 participants showed significant
improvement between baseline and intervention as indicated by the means (shown in
Table 3.1). Therefore, while coaching did not occur weekly as originally planned, there is
an indication that the training video and the coaching sessions may have impacted
behavior change.
Further, the type of lesson implemented during recorded sessions may have
impacted performance and contributed to inconsistent performance. The researcher
anecdotally noted that teacher-directed lessons included more specific praise statements
than did independent activities. Teacher-directed lessons tended to include the teacher
asking more questions in which students responded and the teacher praised these
responses. The teacher often sat at her desk during independent activities and did not
interact with students until they approached her to correct their work. Few praise
statements were provided during the teacher’s checking of student work.
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The third research question asked if coaching could occur with a high rate of
fidelity. Technology challenges prevented the coaching sessions from being conducted in
the manner in which the researcher first envisioned. With the use of iPads, the researcher
anticipated ease with viewing videos during coaching sessions because desktop sharing
could have been more readily available; however, with the use of Skype, this was a bit
more of a challenge. In addition, the participants’ overall lack of confidence in
technology use caused the researcher to make the decision to simplify the coaching
sessions and not show video of the participants’ classroom observation sessions. This
automatically rendered one aspect of the coaching protocol obsolete. The coaching
protocol in Appendix B reflects this change. In conclusion, when the technology worked,
coaching sessions were conducted with a high rate of fidelity. On the other hand, when
technology did not work, coaching sessions could not occur, resulting in inconsistent
feedback to participants. This inconsistent feedback could explain the inconsistent
performance shown in the intervention data.
The fourth research question asked whether participants would find value in the
coaching process and be satisfied with participation in virtual coaching. Interestingly, the
participants highly valued the use of specific praise as indicated by their high scores of
items related to its use in their teaching practice. On the other hand, the item that
participants consistently scored the lowest was the training video and coaching sessions.
Participants’ lower scores for the training videos and coaching sessions could be a result
of the participants’ overall lack of confidence with technology use, their preference for
face-to-face communication, or the fact that the researcher’s first language is not Spanish.
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The coaching sessions may have been more beneficial if conducted with someone who is
fully fluent in Spanish and better understands the culture.
The researcher sent a follow-up email to participants asking what could be done
to help improve the training video and coaching sessions. Miss Provencia responded that
she thought the praise video was a very help and a useful tool; however, her work
schedule made it more difficult to Skype, resulting in having to Skype later at night when
she was tired. Miss Valentino responded that the DVD was helpful and she reviewed it
multiple times. She suggested putting all the information we discussed in the coaching
sessions, including more examples, on a DVD.
Challenges Addressed
The researcher faced multiple logistical challenges throughout the research study.
First, the study design included the use of distance education technologies to facilitate the
research. However, it was necessary for someone to deliver equipment, explain the study,
and obtain consent. A member of the research team who regularly travels to Guatemala
filled this role. The flip video cameras used more battery power than the researcher
expected; thus, it was necessary to provide more batteries to participants than had
originally been sent. It was more cost effective to purchase batteries in the United States
and send them with individuals traveling to Guatemala rather than wiring funds. The
researcher had established a relationship with a children’s home in Guatemala, which is
near the schools in which participants worked; thus, interns and team members for work
teams volunteered to take batteries to the participants when necessary.
A second challenge occurred with the lack of bandwidth availability for each
participant. When the researcher had tested the use of YouTube during one of her visits to
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Guatemala, it seemed that accessibility to YouTube and the availability of adequate
bandwidth was accessible to teachers; however, this was not always the case. To resolve
this issue, the researcher prepared for two methods in which participants could access the
training videos. The participants could access them through a private YouTube channel
or by DVDs, which were sent with a student teacher who traveled to the children’s home
for her student teaching semester. The student teacher willingly disseminated the DVDs
to each participant. Bandwidth issues also caused challenges for participants to upload
10-min videos to Dropbox; thus, the video length was dropped to no less than 3 min and
no more than 5 min. This caused the problem of videos being too long for uploading. The
receipt of sporadic video data from participants to the researcher caused changes in the
research design to be implemented.
A third challenge resulted from the length of time required for Group 1 to reach
criterion. Ms. Valentino met criteria within the first four sessions of the intervention
phase; however, after 13 sessions, Ms. Martinez had not met criterion. The researcher
with the co-chairs of her doctoral committee made the decision to begin the intervention
phase for Ms. Provencia due to time concerns. In addition, Ms. Provencia had emailed the
researcher to ask when she could watch the videos and begin getting feedback from the
researcher. This indicated to the researcher Ms. Provencia’s eagerness to begin the
intervention phase and fears of attrition added to the decision to begin the intervention
phase.
The fourth challenge resulted from not having a direct contact person in
Guatemala who could fully participate in assisting with the research. This created a
challenge in moving through the steps of the research project in a timely manner. The
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results of the study may, in part, be a result of the lack of a contact person on the ground
who was fully committed to the success of the research. Because the researcher was not
present throughout the study, she relied on others who live there or traveled there to help
with logistical issues. However, these individuals who willingly assisted, were not able to
devote major efforts to the project due to their own responsibilities; thus, their
participation was based upon their availability. Having a person fully devoted to the
project in Guatemala may have changed the results of the study; however, this also helps
to answer the main research question: Can virtual coaching be effective in changing the
target behavior of teachers? The answer, as per the results of this particular study, is
mixed. Solely relying on technology to conduct the research was not effective in this
study. A physical presence was required to answer questions, gather video data, and solve
problems. An alternative to having a physical presence in country could be to combine an
incentive with participation to help ensure requirements of the study are fulfilled. The
challenge of needing a person in Guatemala to assist with the research was exacerbated
by the participants’ apparent lack of confidence in using technology and a perceived lack
of motivation to participate in the project. A physical presence helped to keep participants
on task with the procedures of the research. In addition, the researcher sent small gifts
(i.e., pens, sticky note pads) to the participants on two occasions throughout the study to
assist with motivation and helping to alleviate threats of attrition.
In addition to logistical challenges faced, the researcher faced cultural and
language barriers as well. The researcher understood Spanish to the extent that she was
able to converse with relative fluency, yet did not have an understanding of the language
to be fully fluent. Thus, when available, the researcher used a translator or interpreter.
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The researcher hired a professional interpreter/translator to assist with accurate
translation of the training videos. In addition, the sound quality for Miss Valentino during
coaching sessions with Skype created a situation in which it was difficult to hear and
fully understand; thus, an intern at the children’s home volunteered to assist with
translating. The intern was not available to translate for Participants 2 and 3; therefore,
the researcher relied on written transcripts for coaching sessions, which provided a
greater opportunity for the researcher to think through responses and seek a dictionary as
needed.
A fifth challenge that occurred throughout the study was that of cultural
differences. During the study, the researcher’s co-chair traveled three times to Guatemala
and met individually with each participant. In addition, the researcher emailed each
participant regularly and talked with participants during coaching sessions; however, this
one-on-one contact with the research team did not always prevent challenges in
communication. It was expected that participants would communicate to the researcher or
a co-chair of her doctoral committee, with whom they have had previous interactions,
when a need arose. This behavior is expected in the United States; however, several times
throughout the study, participants faced problems in which they did not communicate
with the researcher or the co-chair, despite being asked specifically if they needed
anything, both by email and in person. They most often only voiced a need when a person
within Guatemala asked them specifically about a particular issue in which the researcher
asked a contact to follow up with participants. In part, this could be explained as a
cultural issue based upon Guatemala’s history of indigenous oppression; in addition, the
culture of education in Guatemala does not appear to lend itself to teachers being self-
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advocates in many cases. When conducting international research, it is important to
consider cultural issues and address those effectively. The researcher for this study relied
upon input from her own experiences in Guatemala, her co-chair, and in-country contacts
for insight into cultural issues before the research began and during the data collection
process. The researcher found that her in-country contacts could identify challenges more
easily than she could from a distance; with this knowledge, the researcher plans to secure
an in-country consultant for future research to more intentionally seek expertise during
the planning process and to serve as a contact person for participants. Based on the
experiences in this research study, having a person on the ground that is available to meet
with participants seems to be a more efficient method of communicating with participants
than relying on email or Skype alone. Further, identification of an in-country consultant
could allow the researcher to understand cultural implications as they arise since the
consultant could provide background knowledge that would otherwise be lacking.
A sixth challenge occurred with sporadic data collection, which created a
challenge for the researcher to conduct quality coaching sessions specific to the most
current video data from each teacher. Participants, as mentioned previously, experienced
challenges in collecting video data for uploading to Dropbox for the researcher to retrieve.
Often, participants would have multiple days, and sometimes weeks, in which they could
not video record a lesson. Once lessons were recorded, participants also experienced
difficulty in uploading videos to Dropbox. This resulted in the researcher receiving data
sporadically. Sometimes multiple videos were received at one time, while other times
only a few or no videos were received. Also, sometimes the videos were received on the
same day that a coaching session was scheduled or no recent videos were received for a
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coaching session. This caused the researcher to not have current videos by which to refer
during coaching sessions. Having the ability to refer to current videos may have enhanced
the quality of coaching sessions by providing teachers with current and relevant examples
from their teaching from which they could base improvement on or have ideas on how to
change their methods of providing praise to increase the rates at which they were
providing praise to students.
A final challenge occurred in conducting coaching sessions regularly. Coaching
sessions were planned for once per week throughout the intervention phase. Due to
scheduling difficulties, technical difficulties, educational testing, and school breaks,
sessions did not occur once per week. Thus, the researcher met with participants through
Skype as often as possible.
Limitations
This study failed to establish experimental control. Therefore, it should be viewed
only as a case study. This study could be viewed as a pilot study in that the researcher
sought to identify an effective means to conduct international research using distance
technology.
Future Research
Difficulty in identifying a clear design when the researcher does not have full
control, due to being present only from a distance should be addressed in future research.
The question of reliability for a study conducted from a distance is an issue for quality
research. Future research should involve locals in the research to promote being fully
invested in the project. This research study imposed targeted teacher behaviors on
participants. Future research should include allowing participants to identify which
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behaviors they may wish to improve upon in their classrooms. Furthermore, due to the
nature of this study seeking to identify effective means by which to conduct virtual
coaching, student data was not collected. Future research should seek to identify if
teacher behavior changes by participants indeed impact student achievement or social
behaviors and whether these impacts produce positive or negative effects.
In addition, future research should focus on effective strategies for cross-cultural
mentoring. It is important for researchers to understand the culture in which they are
working and include members of their research team who understand the culture fully.
Finally, the use of more current technology, which may reduce the technological
challenges faced in this study, should be addressed. For example, this study required the
use of multiple technologies (e.g., video conferencing, video recording, video uploading,
accessing the Internet, etc.) across two devices (flip video camera and desktop computer),
and for one participant a webcam was also used. Research focused around one device
(i.e., iPads or iPhones) that has the capacity to perform all functions required (i.e., video
conferencing, video recording, etc.) for successful implementation of the study, may
assist researchers in identifying technologies that are more conducive to coaching and
mentoring. It is important to remember that one cannot assume that the same technology,
which works well in the United States, will work well in another country.
Conclusion
This study sought to identify if virtual coaching could be effective for increasing
the use of a targeted teacher behavior. The results are mixed, yet this study adds to the
literature on distance education and coaching. Technology can be used to improve
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teacher behaviors in other countries. More research remains to identify the most effective
methods for virtual coaching.
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Appendix A
Cue Cards: Opportunities to Respond, Praise, Circulating Around the Room
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Opportunities to Respond
Cue Card
Definition: An opportunity to respond occurs when the teacher asks a question for
students to respond orally or in writing, chorally or individually. Individual responding
should include a variety of students (Rosenshine & Stevens, 1986; Stenhoff et al., 2004).
Remember:
· State a concept with a couple sentences, ask a question.
· Require some questions to be answered by the whole class.
o Use your signal to alert students when the whole class is to respond.
· Require some questions to be answered by individuals.
o State the question, and then say the student’s name.
o Vary which students are expected to respond.
· Goal: Ask a question about every 10 seconds.
· Ask a variety of questions
o Who
o What
o When
o Where
o Why
o How
· Asking frequent questions aids in increased student achievement.

Sample Questions:
1.
2.
3.
4.
5.
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Praise
Cue Card
Praise is a verbal statement recognizing a student’s (or students’) appropriate academic
achievement or appropriate behavior.
Purpose: To reinforce the behaviors (social and academic) that you wish to see repeated.
Goal: One praise statement about every 10 seconds.

A quality praise statement is:
a. Contingent (base on a correct response, behaviorally or academically)
b. Specific to the behavior (describe exactly what was done well)
c. Varied (provide for academic and behavior; use a variety of statements)
d. Non-disruptive (maintain the flow of the lesson; students are not
distracted; statements are short)
e. Given with sincerity (mean what you say and let students know that by the
tone of your voice and facial expression)
f. Appropriately distributed (praise every student as often as possible)

My Sample Praise Statements:
1.
2.
3.
4.
5.
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Circulating Around the Room
Cue Card
Remember:
1. Monitor students:
· during active instruction
· during independent practice by circulating among students’ (within 1 foot; 30
centimeters) to
a. provide verbal feedback
b. ask a question
c. provide tactile feedback, such as a pat on the back
d. point out information in students’ workbooks on their desks
2. Circulate around the room moving close to individual students (within 1foot; 30
centimeters) throughout the lesson, including active instruction and independent
work.
3. Can lightly touch their shoulder or back
Goal: Make contact with every student throughout active instruction AND during
independent practice

My plan for circulating around the room is:
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Appendix B
Coaching Protocol
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Coaching Protocol
Participant Name: ______________________________

Date: ___________________

1. Greet the teacher.
2. Ask if the teacher received the information from the
previous coaching session. (Not applicable for first coaching
session.)

Yes
Yes

No
No

3. Review the cue card for the target behavior.
(During first coaching session, ask the teacher to share
his/her example of how to implement the behavior from the
bottom of the cue card.)

Yes

No

4. Ask teacher for his/her thoughts on how implementing the
target behavior is going.
5. State a positive example of implementation of the target
behavior.
6. Ask the teacher what his/her goal is for the coming week
in implementing the target behavior with higher accuracy
and at higher rates (Coach: Have an idea in mind, in case the
teacher does not suggest a goal)

Yes

No

Yes

No

Yes

No

7. The consultant approaches the session as a partner with
the teacher in a collaborative manner (i.e., sets positive tone,
gives positive feedback, guides teacher through questioning,
shares equally in the conversation)

Yes

No

Adapted from:
Ruble, L. A., et al. (2012).
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Appendix C
Data Collection Sheet
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Teacher Behaviors: Partial Interval Recording
Teacher: _________________________________
Date: ______________________
Session Number: ______________
Condition: __________________
Start Time: __________ Stop Time: __________ = Total Time: __________
Circle target skill below for each condition:
Code: R = occurrence of an opportunity to respond; C = occurrence of circulating around the room;
P = occurrence of providing praise
NOTES:

1’
10”

10”

10”

10”

10”

10”

2’
10”

10”

10”

10”

10”

10”

3’
10”

10”

10”

10”

10”

10”

4’
10”

10”

10”

10”

10”

10”
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5’
10”

10”

10”

10”

10”

10”

6’
10”

10”

10”

10”

10”

10”

7”
10”

10”

10”

10”

10”

10”

8”
10”

10”

10”

10”

10”

10”

10”

10”

10”

10”

10”

9’
10”

10’
10”

10”

Reliability percentage

10”

10”

10”

10”

__________
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Teacher Behaviors: Operational Definitions
1

Behavior
Opportunities to respond

2

Circulates around the room

Definition
Teacher asks an academic question or
otherwise prompts an academic
response, to a student or group of
students.
An opportunity to respond can include a
written response or verbal response.
In oral story reading, each sentence
counts as a response.
Only opportunities to respond directly
related to the lesson may be counted as
an opportunity.
Teacher moves in close proximity of
students during active instruction and
independent practice to actively
monitor student responses
Includes: Walking among students;
making eye contact with students, or
visually scanning the assigned task;
sitting in a location in which all
students are in close proximity, such as
at a small table in which the teacher is
sitting with students – includes actively
monitoring students and their work
Does not include: Sitting in a location
where there is no visible access to
students’ work; sitting when moving
around the room would be more
appropriate, such as would be the case
in a larger classroom
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3

Praise

Teacher states a specific affirmation to
student or group of students
A specific praise statement is:
a. Contingent (based on a
correct response,
behaviorally or
academically)
b. Specific to the behavior
(describe exactly what was
done well)
c. Varied (provide for
academic and behavior; use
a variety of statements)
d. Non-disruptive (maintain
the flow of the lesson;
students are not distracted;
statements are short)
e. Given with sincerity (mean
what you say and let
students know that by the
tone of your voice and
facial expression)
f. Appropriately distributed
(praise every student as
often as possible)
“OK” is not counted as praise, nor is
teacher repetition of pupil answer.
“Yes, _________.” Giving a quick
affirmation followed by the correct answer
is counted.

Definitions taken from:
Stenhoff, D. M., et al. (2004).
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Appendix D
Social Validity Survey
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Social Validity Survey
Directions: Please think about your experience in training, coaching, and
implementing the target behaviors during this research project. Rate the following items,
by filling in the corresponding circle, according to your perceptions according to a 5point scale (5=Very much, 4 = A lot, 3 = Somewhat, 2 = A little, 1 = Not at all).
5
1. The video and Skype sessions helped
me to learn to use specific praise.
2. The training handouts were helpful for
learning to implement the specific praise.
3. I referred to the trainings (video and
handouts) to help me implement specific
praise.
4. I will continue to use specific praise in
my teaching.
5. I will use specific praise in other
subjects, at other times of the school day,
and with other students.
6. Specific praise is important for student
learning and appropriate behavior.
7. It is easy to use specific praise in my
teaching.
8. I think I will continue to use specific
praise.
9. Student learning improved as a result
of my use of specific praise.
10. Student behavior improved as a result
of my use of specific praise.
Comments:

76

4

3

2

1
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